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Reading workshop and vocabulary knowledge : allies in comprehension
Abstract
The Reading Workshop develops a purpose for reading, gives students a greater sense of their own
efficacy, broadens understanding of reading strategies, provides a context that supports the student
choice of what is read, and allows integration of prior knowledge in what is read (Kletzien & Hushion,
1992). Students are able to construct and direct their own learning in the Reading Workshop by reading
books of their independent choice, respond to what is read, and receive mini-skill instruction on reading
strategies. Students are invited to be actively involved in a process that is consistent with whole language
philosophy (Atwell, 1987). They are motivated to practice reading which often solves many reading
problems that children experience (Swift). Workshop classrooms are not a time of chaos, but a time of
active literacy (McAndrew, 1993).

This open access graduate research paper is available at UNI ScholarWorks: https://scholarworks.uni.edu/grp/368

READING WORKSHOP AND VOCABULARY KNOWLEDGE: ALLIES IN
COMPREHENSION

A Graduate Journal Article Paper
Submitted to the
Division of Reading and Language Arts
Department of Curriculum and Instruction
in Partial Fulfillment
of the Requirements for the Degree
Master of Arts in Education
UNIVERSITY OF NORTHERN IOWA

by
Ellen Cutting
April 27, 1998

T_his Journal Article Graduate Paper by: Ellen Cutting

Titled: Reading Workshop and Vocabulary Knowledge: Allies in
Comprehension

has been approved as meeting the research requirement for the
Degree of Master of Arts in Education.

Deborah L. Tidwell
Date Approved

Graduate Faculty Reader

Rick C. Traw
Date Approved

tf, 5f

-4o

Date Approved

Robert Muffoletto
of Curriculum and Instruction

Reading Workshop and Vocabulary Kn_owledge:

Allies in

Comprehension
The White Horse
The youth walks up to the horse, to put its halter on
and the horse looks at him in silence.
They are so silent they are in another world.

D.H. Lawrence, 1885-1930
From Complete Poems of D.H. Lawrence. Copyright _by Viking Penguin.
The youth and horse, a child and literature, both are so entwined with each other that the
world around them is silent. The Reading Workshop allows the child and literature to be
entwined, bringing them together to gain meaning through the interaction. Implementation of the
Reading Workshop is a means of entwining children with literature. The Reading Workshop is
flexible enough to individualize classroom instruction and tailor specific needs such as effective
practices of vocabulary instruction. To understand vocabulary instruction in the Reading
Workshop, I will begin by defining and explaining the Reading Workshop, the role of vocabulary
in reading comprehension, the role of vocabulary in the classroom, and vocabulary in the Reading
Workshop.

The Reading Workshop
Instruction should grow out of children's literary experiences so the student's needs are
met rather than instruction being the guiding force controlling experiences with literature (Noll &
Goodman, 1995). The Reading Workshop can be compared to a road map used during a trip. The
map shows direction with options to make choices to leave the main route and take side trips with
the final destination in sight. The Reading Workshop is like a road map in that it provides the
destination of comprehension with many side Hips for students to read, write, listen, and speak
their response to literature (Jackson & Pillow, 1992). The Reading Workshop is flexible and
allows student choice in the literature they read and in their use of personal experience. Jackson
and Pillow have established three focuses to guide the course of a Reading Workshop:
-The Literature Focus to emphasize development of a deeper appreciation of the literature selection.
-Skills lessons to focus on reading and language skills that relate to student reading and writing.
-Independent Work to give students a creative way to share literature.

These three focuses guide the entire Workshop.
The Reading Workshop develops a purpose for reading,~ gives students a greater sense of
their own efficacy, broadens understanding of reading strategies, provides a context that supports
the student choice of what is read, and allows integration of prior knowledge in what is read
(Kletzien & Hushion, 1992). Students are able to construct and direct their own learning in the
Reading Workshop by reading books of their independent choice, respond to what is read, and
receive mini-skill instruction on reading strategies. Students are invited to be actively involved in
process that is consistent with whole language philosophy (Atwell, 1987). Atwell's view of
literacy (from a Whole Language perspective) focuses on the importance of student attitudes
toward lea.ming to read, how this affects students in positive ways as well as improving language
arts skills (Greer, 1994). Greer says this happens because the process is individualized. In
addition, the literature based Reading Workshop improves attitudes toward reading (Oppelt, 1991;
Swift, 1993), and students are motivated to practice reading which often solves many reading
problems that children experience (Swift). Workshop classrooms are not a time of chaos, but a
time of active literacy (McAndrew, 1993).
A distinct advantage of the Workshop is its flexibility for students to move in and out
according to their needs (Swift, 1993), which Greer (1994) believes allows for the process to be
individualized. Standardized tests show the Reading Workshop successfully improves
comprehension (Swift, 1993), and surveys show students spend more time reading in the Reading
Workshop (Kletzien & Hushion, 1992).
The Reading Workshop offers other advantages as a means of reading instruction. It has
proven to provide success with reading strategies, is rich in literature, individualizes student
learning, and strengthens comprehension. One cannot read text when a critical mass of words are
not understood (Marzano, 1991 ). Because of this, Marzano goes on to state that vocabulary is
often the core of reading (Marzano, 1991). The same can be true for the Reading Workshop where
vocabulary can be a major obstacle for readers which requires the teacher to address vocabulary
instruction in some manner.

Vocabulary and Comprehension
Vocabulary can be divided into two broad categories: oral and reading. Oral vocabularies
are words used in spoken language, and reading vocabularies are words in written language
(Graves, Watts, & Graves, 1994). Graves (1996) found children with more vocabulary

knowledge comprehend text better than those without. Graves also states that reading
comprehension is increased with vocabulary instruction when tne instruction includes multiple
exposure to words, exposure to words in meaningful contexts, varied information about each
word, establishment of ties between instructed words and student's prior knowledge, and an active
role by students in the word-learning process. A student's vocabulary knowledge is a good
predictor of comprehension. Because vocabulary is so impmtant to comprehension and learning,
we need to pay attention to the vocabulary in reading selections (Graves, Watts, & Graves, 1994).
With vocabulary playing an imp01tant role in reading comprehension we need to ask, "What
constitutes effective vocabulary instruction in a classroom reading program?"
Numerous research studies suppmt vocabulary instruction, and the findings suggest
effective techniques for application. In an effective reading program, vocabulary plays a central
role in connecting reading and writing workshops. Direct vocabulary instruction integrates
vocabulary with reading and writing (Marzano, 1991). Nagy (1988) agrees by stating vocabulary
instruction should utilize an integrated approach in which some vocabulary is taught directly and is
then used in meaningful ways in reading and writing. It is advantageous to present vocabulary
instruction prior to reading, and research on word frequency and word knowledge affirms that
words used frequently are widely known (Ryder & Graves, 1994). Marzano (1991) agrees with
Ryder and Graves by stating vocabulary instruction should focus on high frequency words.
Further research shows more findings on vocabulary insn·uction. Context words in highly
specialized knowledge domains shouldn't be included since they are words that are not frequently
used (Zechmeister, Chronis, Cull, D'Anna, and Healy, 1995). The knowledge of cognitive words
is highly related to better comprehension and results in higher reading achievement percentiles in
vocabulary and reading comprehension (Booth & Hall, 1994). Buikema & Graves (1993) found
in their research that explicit instruction for unlocking word meaning with context clues was
helpful in vocabulary instruction. These researchers suppo1t vocabulary instruction, and their
studies point to approaches for instruction.

Vocabulary in the Classroom
Vocabulary insn1.1ction in a whole literacy classroom provides readers a broad and rich
expe1ience with words within a framework of contextual reading, discussion, and response
(Robinson, McKenna, & Wedman, 1996). Within a whole literacy classroom, deeper and more
meaningful uses of words that affect comprehension can be developed through discussion of

semantic mapping, examination of context, and playful activities such as word collections contests
and dramatization. Vocabulary words can to be chosen from contextual reading done in the
classroom along with using maps to help identify words for study, planning prereading activities,
involving post reading discussion, using contextual reinspection and semantic manipulation for
words that are still unclear, and using the vocabulary in an integrated way.

In addition, students

need to be involved in sharing prior knowledge of a word, making predictions, planning how
words will be used, gathering data, and clarifying what they know about a vocabulary word to
help in their progress of additional word knowledge.

Vocabulary in the Reading Workshop
As stated earlier, the Reading Workshop is a method of providing reading instluction
where students are actively involved within the framework of individual instrnction. The students
direct their own learning by reading books of their choice, by responding to the readings, and by
receiving reading strategy skill instruction through mini lessons. Vocabulmy knowledge (both
spoken and written) helps a child to better comprehend text. Strengthening vocabulaty knowledge
results from direct vocabulaty instruction and integration into reading and writing. Vocabulmy
instruction also needs to lie within the framework of the Reading Workshop where the vocabulaty
words come from contextual reading within the classroom. As a third grade teacher of 19
students, I was concerned when my students would stop reading to ask the meaning of a word, or
when they just skipped the word. Comprehension was being lost in discussion, literature logs,
and retelling responses. Since the literature supp01ts direct vocabulary instruction as being more
effective in learning, I chose to incorporate a child centered direct approach. I began by asking
myself , "What do I do to make direct vocabulmy inst:iuction possible in a child centered reading
workshop and would it be effective?"

The Beginning
After much reading and study on the topic of effective literacy lem·ning, I became
dissatisfied with basal reading insm1ction. (In fact, the only time I have used a basal reading
program was during student teaching.) The basal approach seemed too restrictive for a student to
develop a sense of independence and enthusiasm toward reading. I have taught for eight years, the
first two as a science and math teacher in a fifth grade classroom and the later six teaching all
subjects in a self contained third grade classroom. Third grade is where the excitement and
pleasure of teaching reading began for me.

Struggling to find an effective and interesting method for reading instruction, I taught with
multiple copies of chapter length books. A reading program was developed by using different
chapter length books of different reading levels and had similar themes. Grouping was determined
only on the basis of the book that was chosen by a student. In small groups, they read an
~ssigned number of pages while studying assigned vocabulary. Skills were taught to the entire
class and incorporated into written assignments pe11aining to their book. This reading instruction
allowed for independence by giving students a choice of what to read and allowed for
implementation of skills and strategies. This strategy worked well but did not seem to allow for
enough student choice that would instill and encourage a love for reading.

The Reading Workshop in My Third Grade Classroom
I first implemented the Reading Workshop four years ago in my third grade classroom.
Students chose their own reading material from the numerous paperback books I had accumulated
through book orders. To help in selection of a book, students used a five finger rule in which they
read the first page of a book. If no more than five words were unfamiliar to them, they read
through the next four pages to assure themselves that both the interest and ability levels were
approp1iate (Jackson & Pillow, 1992).
After selection, the children kept track of the pages read during reading time, placing
emphasis on reading for quality, enjoyment, and comprehension, not for speed. Dming student
reading time I met individually with students as they read po1tions of their book to me. At this
time I individually taught reading skills (such as prediction, retelling, and confitming to name a
few), checked for comprehension through discussion with the child, and checked the appropriate
reading level. Further rechecking of comprehension was done through w1itten retellings in
literature logs.
Children's picture books were used to facilitate teaching of daily skills. Each day I read a
book or an excerpt that pe11ained to a specific reading skill. As a class, we applied the skill lesson
to that book. Next the children applied the skill in a w1itten response to the book they were
reading.
I continually work on improving the effectiveness of the Reading Workshop within my
classroom. Acquisition of vocabulary knowledge has been a difficult area since students are all
reading different books. In order to improve this lack of direct vocabulary instruction, I began
using different approaches to find an effective method for students to increase vocabulary

knowledge. Over a six month pe1iod I developed a vocabulary instmction that included the
following progressive four steps:
1. The child selected an unknown word.
2. Guesstimate for the meaning of the unknown word.
3. Use of a resource to confitm the word's meaning.
4. The child webs the word for connections.

Vocabulary Instruction Into Practice
In the first step my students were assigned to mark an unknown word everyday in their
book with a sticky note paper. That word became the day's vocabulary word. Marking their
words with sticky notes occtmed during reading time when all students were silently reading their
own book. The word was the child's choice and was from their book. Many times students had
more than one unknown word and completed assignments for the additional words as extra credit.
Sometimes a child marked too many words. These occasions caused concern that perhaps the
reading level of the book may be too high for the child. For most, finding a word was often an
easy task. Once in awhile someone would say they couldn't find an unfamiliar word. In this case,
the student chose a word they knew the meaning of, but wanted to find deeper meaning. This task
was enjoyed by all since they were active in the decision process of their learning.
The second step of vocabulary instmction was for the student to actually guesstimate the
meaning of their vocabulary word within the context of their reading and check their guesstimate
with a resource. The students wrote their word on one card from a stack of index cards that were
held together by a metal clasp ring. They tried to figure out the meaning of the word using context
clues, doze procedure, etc. In the beginning, this task was very confusing and too difficult for
anyone to accomplish without assistance. Therefore, I met briefly with each student to help them
figure out the meaning of their vocabulary word to fit the context of their sentence. Using the
context of the sentence or paragraph was most successful for students to unlock meaning. They
enjoyed using this strategy and realized there were keys to find meaning. Needless to say, this
took a lot of my time (about three minutes per child) but was a necessary step to guide them toward
independence. Later on the students met with peers to successfully accomplish this task which
demanded less help from me.
I was concerned that peer help would prompt students to share the same vocabulary word
in order to complete their assignment sooner, but this didn't happen. They enthusiastically helped

each other but were interested in keeping their own vocabulary word.
~

After the contextual meaning was decided, the third step began. A resource was used to
check the accuracy of the student's contextual meaning for their vocabulary word. I incorporated
the step of using a resource to ensure that accurate meaning was uncovered. The dictionary was
the chosen resource for students to check for accuracy. They wrote the number and definition of
the dictionary meaning on the index card below their own definition. At first this task alsq proved
to be too difficult to complete without assistance. The students had a hard time finding the word in
the resource, but by focusing on alphabetical order and receiving peer assistance, everyone
eventually found the meaning they sought. To reinforce the fact that there are different meanings
for one word, I had them write the number of the definition that met their meaning. This also
encouraged the student to read more than the first definition given. Again students were able to
accomplish this task of finding the resource meaning of their word with peer help. An example of
the steps describe so far can be seen in Figure 1.
Figure 1
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This process continued for two weeks as students became more proficient deciding word
meaning and determining appropriate dictionary meanings. It was time to wean away from the
daily meetings, but I needed a system to check if students chose coITect meaning. The step of
choosing a vocabulary word, deciding contextual meaning, and checking accuracy of the meaning
against a resource remained the same. To lessen the amount of time I assisted students, they were
asked to eliminate wiiting their own definitions on an index card and instead discuss their meaning
with peers. After the discussions, students wrote down the vocabulary word, the sentence from

their book it was found, and underlined the vocabulary word within the sentence. Finding the
con-ect contextual dictionary meaning and adding it to the index-card remained the same because it
acted as a check to see if meaning discussed in small groups met the same information as the
resource. By having the entire sentence written on the card, I could easily see if the student had
gained word knowledge within the context of their word.
A fourth step was undertaken to practice and apply vocabulary knowledge. This occun-ed

•

three weeks after practicing the above mentioned steps. On the back of the index card students
webbed the vocabulary word and added three of their own one word or small phrase definitions to
the daily vocabulary word. This step was easier for students to make progress because the word
was very familiar by the time they chose the word, discussed the probable meaning, and checked
that meaning with a resource. Each day the vocabulary process was checked and students
received 99% accuracy. See Figure 2 for an example of steps one through four.
Figure 2

-

Students continued webbing, finding their own vocabulary word, discussing meaning, and
.,.

checking the meaning with a resource. After about two weeks,) started to see students use a
resource to help them web meanings for their word. I saw this as inhibiting the application
process, and the resource was being relied on too heavily. Therefore step four was extended and
.students were required daily to write a sentence using the vocabulary word. This extension proved
to be successful. All sentences were original and scores revealed 99.9% accuracy. See Ftgure 3
for an example.

Figure 3

As patt of instruction, once a week the class orally shared word knowledge they had found
tlu·oughout the week. These shaiings had the advantage of peers passing on information to the
class, but this activity was primarily done to provide each student with fmther experience of their
own words as they shared.
An unexpected advantage arose from direct vocabulary insn·uction. Students were getting
daily practice with alphabetizing skills, using a resource, plus getting daily practice using sn·ategies
to create meaning. Students were exposed to other meanings of their vocabulary when the word
was seen at a later date in a different context. Alphabetizing , finding vocabulary meaning,
increasing comprehension, discussion, use of a resource, peer help, and applying word knowledge
were skills students experienced during this vocabulary instruction.

Results
As patt of instmction, once a week the class orally shai·ed the word knowledge they had
found throughout the week. These sharings had the advantage of peers passing on information to
others, but the p1imary advantage was providing each student with further expe1ience of their
own words as they shared.
Vocabulaiy instmction used in the Reading Workshop allowed students to feel empowered
by being able to choose their own vocabulat)' words. Students became a pait of a decision making
instmctional process. They used words from their individual reading mate1ial and didn't have to
work with vocabulaty they already knew.
As the instructional process evolved, fewer students needed my help. Peer assistance and
shai·ing of thoughts blossomed throughout the classroom during step two when students
guesstimate word meaning. Students were taking responsibility for their own learning!
Through observations, small group retelling discussions improved after implementation of
vocabulai·y study. More detail was involved in the discussions, students had more to say,
increased patticipant interest was obse1ved through better listening skills and more questions asked
of the speaker.
I was hoping students would apply vocabulary words to other areas of expression. To my
disappointment, this did not happen. There was not an application of vocabulai·y by students into
other ai·eas of oral or w1itten language. Because of this, I wondered how successful students
would be at incorporating their words into a f01m of w1iting. On two different occasions I
assigned the children to write a story of their choice, using ten of their vocabulaiy words.

Students used the words coITectly within their stories 92% and 93% of the time.
I don't believe the success of this instmction depends on voluntary application of words
'

into w1itten and oral fonns of language. The success can be seen in reading comprehension,
discussions, direct instructional activities, and retellings. But as stated by Ryder and Graves
(1994) and Marzano (1991), the higher frequency of a word, the better the word is known. As a
future extension of vocabulary insn·uction, I will encourage students to use their words as often as
they feel approp1iate.

Conclusion
The Reading Workshop has been a means of providing reading instmction in which
students are enthusiastic because they are reading what fits their particular interests and experiences
in life. There is a great feeling of satisfaction in seeing my students enjoy reading and seeing their
excitement and pride after finishing a book. Many adults are lucky enough to finish one or two
books a year, but my students expe1ience the accomplishment of finishing many different books in
their third grade year. The Reading Workshop is a method of reading instmction that can be fine
tuned and changed to meet needs and ability levels of all my students.
Incorporating direct vocabulary insnuction in the Reading Workshop has provided an
avenue for my students to experience vocabulary words that lie within the context of their reading
by choosing their own vocabulary from the books they read. Research shows direct instruction
leads to increased vocabulary knowledge and in tum greater comprehension. My students have
found success in choosing their own vocabulary, finding coITect meaning within the context of
their sentence, and applying that vocabulary knowledge. The implementation for vocabulary study
has increased successful use of listening skills, comprehension, discussion skills, alphabetizing,
resource use, peer help, and application of word knowledge.
Implementing direct vocabulaiy insnuction within my third grade Reading Workshop
b1ings satisfied feelings of providing yet another avenue for increasing reading comprehension.
The sn·ategies for direct insn·uction have been implemented while individuality and benefits of the
Reading Workshop are left intact.
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Me'.t'iôdology s11ou!d l)e

n; ;:· 1ed in " conc is e rnanner,
,.1: ·; wnng empl1as:s placed
rn 1;)e applications and imp!i ·

r.ê-.fr: ns ot lhe resenrch find ·
ing~.
Srorter man usuipts will
also be considered for p~bli •
i::c1t ion. They rnay take the foi·
lowing forms :

i!

0011S

_thors
Types of
sub1nissions
The ed1tors will considera
variety of materiais for publi ·
cation in RT. Articles, essays,
and reports Jt different types
are appropriate subrrissions .
These should generally not
8>1ceed 20 s•ngle · sided , dou·
b,e · spaced oages . 1hey
s~literacy
amcrig children in lhe
pres~hool through preteen
years. Anicl9s may
• describe !iteracy pro ·
grams or inslructional prac •
ti ces that are based or. pract i •
cal experience , theoiy, and
res ;:arch ;
• synn1esize ot expiai!"\
bod1es of theor1 an-1 •es<>arct)
that are directly linked to /;!er •
acy educatlon programs ad
practic;;is:
• raport researc h ot ali
typ~s related to l:ter.:icy edt;•
catlon programs arid pr.ic ·
tices;
• provide thoughtful
commentaries on or analyses
of issues related to literacy
practices or instruction;
• proí ,le or report inter·
vi ews of l11~:acy professionals
:~r '< U'hors or illuslri'!lors of
cr:;!dren's books Timely and
interesting interview questio!'1s
sho1Jld foster live!y responses
lrom the parson bei1g inter ·
viewed . lnterviews should
generally not exceed 10 pages
and must be accornpanied by
a letter frcrr. tne person inter·
viewed granl ing pqrmission for
RTto publisr1 the lnlerview.
Art1c les should h.ive a
purpose lnat 1s
,1 '., i I essed in sorne dept h.
Au thors rnust deml, n~tra;e
ho._ ,_. t'ie ir wort< relafe ,; to or
e:<il' ,. '.5 ;:irevious ·,vork on the
tc-p ..- ..:, ,. _•es, lables, illustra:c;1r.•graphs are
tions
·w ,;; , tunt tt·1at
accept .:. ·. ·
·1ner •
1hey enr1 1
·· d th€<
standing •:a _.
ut1ic1e.
,,·,culo
Researcl·; ..-.
rtport finli lngs in e c;! f:a•
str~iglllforward style !11ei is
less formal n1&n that req:;ired
for ic-urnals triai p~ib!i sh only
,esearch (e.g ., Roarffng
: ' \" .'H

Quflrtcr/y,
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• tnscrucrional ldeas:
0escriptions of innovative
teaching strategies, ideas, Qr
techn,qwes are published in
the "Teach ing Aeading'' sec ·
tion of RT. Both lhe goals of
these activities and the
description of the ir implemen ·
tation should be clear Graph ic
material (e .g. , diagram or
ohoto) that enhances readers '
understandlng rnay accompa ·
ny tha manuscrip!; reterences
ar e not required . These sub·
n- issions sho~ld generally nol
exceed tive pages .
• Literacy Stories ; Br ief,
poignant, insigh1ful. or humor ous descriptions o! literacy
learning or literacy events in
children 's lives in or out of
school arP. published in RT.
These are written by adults
and should no! exceed two
pages.

• Our Own scories:
Descrlptlons of criticai inci ·
dents, past or present , !n
authors' own lives as literate
persons wlll be p1,1b iished .
These should normally not
e,xceed two pagas.
• Throug .'l Children 's
Eyes: Child1en 's own insighlful
or humorous literacy- related
quotations, writinas, or draw
ings are publisheu in R T.
These no,mally should not
exceed two pages. Materiais
must be prepared by childrerand should beco - submitted
with an adult; both the Chile
and the adult will receive
credit Ir. the journal. Signed
permission from the ch ild and
his or her guardian rnust
acr.ompany lhe subm ission .

• Poetry : Poetry frorn
children or adults about topics
related to lileracy learning will
be consídered tor publicatlon.
• Lireracy Piccures :
Photographs, cartoons, or
drawings will be consldered
Submissions musl be camera ready (i.e., black and ~-., t:ite
glossy) and rnust be aci:-orn •
;:;anied by permission frorn the
photographer or artist, as well ·
as from any persons in the
photograph, for lhe materia l to
be publ1shed ln RT.
• Res11arch Summari11s ;
Succinct summaries of parti nenl research published else •
where a,a welcomed .
Research su:nmaries should
not exceed two pages. They
must include full bibliographic
informatlon about the original
sources .

• Letters : To promo!e
dialogue among AT readers ,
authors, and IRA members,
letters to tt1e editors that ccrn ·
r.,ent specifically on articles or
issues addressed in t11e journal
are encouraged . When letters
are c riticai of works published
in AT, authors ct those works
will be provided an opportunity
to respond wilhin lhe sarne
issues in wl1ich lhe letters are
published , Letters should gen •
erally not exceed two pages.

Manuscript forin
Manuscnpts should be pre'•
pared accord lng to the styie
de ser ibed in the fourth ed1tlon
of the Publicatio~ Manva/Õf
the American Psyohological
Assoc,at,on (Amérícan PSychologlcal Association ,
1994). The APA Manual is
avallal:ile in many libraries. Jt
may also be purchased at
most university bookstores or
directly from the American
Psychological Association,
1200 Seventeenth Street NW,
Washington, DC 20036, USA.
Authors should pay par ·
tlcular attenlion to APA ç;uice lines to ~
rnanuscript organ,zation:
• writrng style , gram rnar ,
, ,nd 1,;se of nonsexist language:
• punctuat ion, speliing,
apitalizat io n, and headings;
• quotations, references
cited in lhe t9xt, and the reter·
ence list ; and
• procedures for typing
iemanuscript, lncluding
pagination and page heeders.
No abstracts are required for
RT subm isslons .

a
How to subn1it
.
n1nnuscnpt
The editorial leam welcorn~s
manuscripts from a broad
range of literacy professionals.
Ti1e following information
describrs the submission
proc%~.
The t 1t1a page of the man •
uscr1pt should be lirnited to lhe
title and the aulhor's name,
address, arid phone numbers
(l1ome ar· : .vork). Ba,:a use a!I
manusc 1 ;s are revie w~d
anonyrr._,usly, lhe con !ent
wlthin the .irticle shoulrJ 1101
reveal aulhor identity,
Submit tive copies ot ali
artícles, along with two seJf •
addressed, stamped, lettersized envelopes for correspondsnce. Submit two copies
of other manuscripts, along
with two self · addressed,
st.imped env11Jopes. Authors
outs1di;
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subrnit sin9le copies of ali
maton.its. ,\11 cop :es m•J st be
dark and clear The aut hor
sh ould retain the originai
manuscript, as submitted
çopies will not be roturn ed
l.ikewiso, lhe author should
relain oriQ inal fig 1HE!S arir:i
photograph:;; these w1ll he
requested laler il lhe paper
has been accepted for publ i ·
cation . Signed, <.lated perrnis·
sions (if necessary) should
lncl1,;de a statement by the
photographer , ;:111ist or d •il-:l
and guardian g:ving pt•;rri'~ sion to publish the ·1:ork w RT.
Likewise, obtaining permi•-;sion
to quote previously published
material is the author's
responsibility .
Mail ali submissions to

Editors, The Readlng
Teacher, 414 White Hall,
College of Education, Kent
State Unlverslty, Kent, OH
44242, USA. Authors will
recelve notification of manu ·
scrrpt receipt within two
.veeks .

The revie\v
proccss
Art ir.les subrnitted to AT are
reviewed anonymously by
three memb(rs of the ed itorial
advisory board or occasionally
by guest rev !ewers. O:hor
submissions are re vi ewed by
merr'.1ers ()1 !~19 editcr:2.1tl'!am
and may be reviewed by edi •
torlal advísors. Authors are
generally notified of decislons
about publi cation with in three
rnonths Substant ive feedback
on articles will be shared with
authors regardless of publlca t1on decision.
Articles submitled by IRA
committees, affiliales, or spe •
cial interest groups are s1;bjeci
to the standard re 11iew
process . Forsubsequentpub lication, the individuais who
produced the manuscript are
listed as the authors , and li is
noted t11at the article resu t1ed
from group action durlr.g
specified years .
Manuscripts are judged
for lheir usefulness to F/T
readers, potentia l significance
and contribution to the field ,
and quality of writing.
Manuscript selection also
depends on the ed itors' deter •
minatlon of overall balance in
the content of lhe journal
lf a manuscript is accept ·
ed for publication, the author
wlll re, ··ive galley proofs of the
a•ticle to read and correct.
Articl e authors recelve iive
cornplimentary copias of the
issue of RT ln which the arlicle
appears; authors of other
it19ms receive lwo complimen •
tary copies, Offprlnls of arti •
eles are available at cost
directly from lhe printer . Ali
contents of each lssue are
copyrighted by the
lnternational Reading

tlon, primar/iy 10 pro•
Assoc;ia_

